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Introduction
A central dilemma facing Pakistan's education system is that while government primary schools in Pakistan are characterized by large numbers of under-educated, under-trained, underpaid and, most important of all, undervalued government primary school teachers (Shaikh, 1997; Hoodbhoy, 1998) , the future of the country depends on enlightened and informed citizens. In order to address this dilemma, initiatives have been taken at the government, the non-government and the private sector levels to restructure and reform government primary schools in Pakistan. This paper reports on the findings of a quantitative research project, seeking to understand concepts of teacher professionalism within the government primary schools in Karachi where four initiatives to reform schools have occurred. Based on theoretical literature and a document analysis of the educational reform initiatives in Karachi, teacher professionalism was conceptualized in terms of the four dimensions, namely teacher efficacy, teacher practice, teacher collaboration and teacher leadership.
A questionnaire seeking teachers' perceptions of their professionalism was distributed to 550 government primary school teachers in Karachi. It asked the teachers to respond to a range of questions about the four dimensions of teacher professionalism.
As background to the study, information about government primary schools in Karachi and the quality of teaching in these schools is provided. The four reform initiatives and concepts of teacher professionalism are discussed. The second part of the paper reports on the findings from a survey regarding teachers' views of their professionalism in these schools. In, conclusion, it is argued that these findings can be used as the basis of further reform initiatives.
Background to the study
To place the study in context, we provide an overview of education in Pakistan from 1947 till now, a brief account of the government primary school teachers in Karachi, and the initiatives that have been taken to reform these schools. This section of the paper also outlines the objectives of the research.
Overview of education in Pakistan
At the time of independence, in 1947, the nation's political leaders had clearly recognized Pakistan's educational problems and had suggested a thorough overhaul of the system. Jinnah, the founder of Pakistan, showed keen interest in shifting the emphasis of education from colonial-administrative objectives to a professionaltechnical bias suited to the needs of a non-dependent, progressive economy (Jalil, 1998) .
Quantitatively, Pakistan's education system has shown significant progress. In 1947-1948, Pakistan's entire educational infrastructure was estimated to comprise around 10,000 primary and middle schools, about 408 secondary schools, 46 secondary vocational institutions, 40 Arts and Science colleges, and two universities. There was not a single professional college in the country (Jalil, 1998) . According to the Internet Wing Ministry of Information, Government of Pakistan (2000), Pakistan now has 150,963 primary schools, 14,595 middle schools, 9,808 high schools, 708 Arts and Science colleges, 161 professional colleges and 35 universities.
Pakistan's citizens are proud of what they have achieved in terms of quantitative development in education in the past 55 years, but many are apprehensive because Pakistan's literacy rate is still quite low at 39% (Internet Wing Ministry of Information, Government of Pakistan, 2000) . The Ministry of Education (1998) reports that about 25% of the children in Pakistan are not enrolled in primary schools, and 50% of those who are enrolled drop out before completing primary schools.
Government primary school teachers and the focus of the study Unfortunately, teachers in many government primary schools in Pakistan are still struggling alone in their classrooms to cover content with large groups of learners, with few textbooks or resources to help them, and with little reward or recognition. Teaching and learning is pursued with reference to the necessities of classroom control, and teachers' success and survival depends on their ability to balance the two (Hargreaves, 1997) . A large number of teachers are in what Hargreaves (1997) calls the pre-professional stage of teacher development, while the education systems in most parts of the world are moving towards what Hargreaves (1997) describes as post-professionalism.
Teachers are probably teaching in the manner that they themselves were taught. Such an assumption requires investigation to how teachers in the government primary schools in Karachi are being helped to learn new ways of teaching and what perceptions of professionalism they hold as a result of the reform initiatives. Specifically, the research reported here sought to identify and analyze the changes that have taken place in the teachers' perceptions of professionalism as a result of reform initiatives and characterize them in terms of the dimensions identified from the literature.
New directions in school reform in Karachi
There are reasons to believe that the education system in Karachi has progressed. The first reason is that most of the published literature about the quality of education in Pakistan dates back almost seven or eight years and does not present an adequate account of current developments. The research by UNESCO (1994) , IDCA (1986) and the BRIDGES Project (Warwick & Fernando, 1995) are more than nine years old. Secondly, representatives from several non-government organizations (NGOs), private organizations and government organizations in Karachi have personally reported to one of the authors of this paper that various school improvement programmes have begun at the primary school level. Since these programs are fairly recent, most of their findings have not been documented for public access.
What teachers do in classrooms and schools around the world has been undergoing significant change over the last two decades and therefore, any debate about the meaning of teacher professionalism must take place within the context of changing work practices and educational policies. Researchers (Broudy, 1988; Farr & Middlebrooks, 1990; Willis & Tosti-Vasay, 1990; Eraut, 1994) have also theorized that professional learning is influenced by: (1) the context in which the learning occurs; (2) factors that motivate individual engagement in learning activities; and (3) the use of knowledge in practice (Scribener, 1998) . It is for this reason that we consider it best to identify the different measures that have been undertaken at the government and at the non-government level to reform government primary schools in Karachi. The meanings of teacher professionalism can only be understood in the light of these reforms and new work practices.
In the past ten years, some initiatives have been taken to reform government primary schools in Karachi. A brief summary of four such reform initiatives is now reported.
N Whole school development was the focus of the Primary education programme (PEP). It aimed to involve decision-makers, principals, teachers, parents and the community in improving and sustaining quality primary education. The PEP Teachers' perceptions of their professionalim in Karachi 37 focused on government schools in selected urban settings. PEP was initiated and organized by Teachers' Resource Centre (TRC) in July 1997 and it was completed in 2002 (Teachers' Resource Centre, 1999) . TRC is a non-profit, nongovernment organization.
N An education foundation (SEF), which is semi-government organization, initiated Adopt a school program in 1997 for improving the quality of education in government schools; for systematic and replicable collaboration between the private and public sector; and for mobilizing parents and communities in order to sustain the program (Sindh Education Foundation, 1998) .
N Book Group, which is a private book publishing organization, initiated the Government school project. In April 1995, the Government of Sindh issued a notification to transfer the management of a government girls' primary school to the Book Group. Since September 1995, the Book Group has been working to improve the quality of education in the school by introducing more relevant curriculum in the school (The Book Group, 1996) . The above mentioned reform initiatives clearly illustrate the focus on increasing access to primary education by restructuring schools and also by improving the quality of education. All of these reforms aimed at maximizing the role of school community and reinvigorating school management.
The dimensions of teacher professionalism
There exists a large body of literature about the evolving nature of professional work (Rosenholtz, 1989; Hargreaves & Fullan, 1992; Lieberman, 1992; Sergiovanni, 1994; Shacklock, 1994; Darling-Hammond, 1995; Gusky & Huberman, 1995; Beck & Murphy, 1996; McLaughlin & Oberman, 1996; Day, 1999; Elliott, 2000) . This literature indicates that there are different concepts of teacher professionalism. These tend to focus on commitment, satisfaction, efficacy (Beck & Murphy, 1996) specialized knowledge and expertise, and ethical codes and conduct (Eraut, 1994) , discretionary judgement, engagement with curriculum and assessment matters, collaboration with colleagues, sharing power with students and other stakeholders in their education, care for students, continuous learning, autonomy and professional judgement (Hargreaves & Fullan, 1998) .
However, a consideration of the contextual background literature regarding the government primary education system in Pakistan in general, and Karachi in particular, and a comprehensive document analysis of the four reform initiatives pointed towards the following dimensions of professionalism as being important for an investigation into teacher professionalism in that country. The first dimension is based on the belief that teachers are more likely to adopt and implement new classroom strategies if they have confidence in their own ability to control their classrooms and affect student learning (Scribner, 1998) . Furthermore, Smylie (1988) suggests that teacher efficacy, specifically Personal teaching efficacy (PTE), may act as a professional filter through which new ideas and innovations must pass before teachers internalize them and change their behaviour.
The second dimension refers to actual teacher practice in schools. Schools where teachers continue to believe teaching is basically easy, where the pre-professional view persists, are schools that Rosenholtz (1989) has described as learningimpoverished. They achieve poorer results in basic skill achievement than their more professionally oriented counterparts. Educational reforms would require changes in the way education is generally practiced in government primary schools in Karachi. It would require teachers not only to teach according to the new standards, but also to learn how to teach in ways most of them have never taught before. The success of school reforms would depend on improved teacher practice. As Fullan (1982) argues, educational change depends on what teachers think and do-it is as simple and as complex as that.
The third dimension refers to the ways teachers collaborate with one another professionally. In schools where teachers continue to believe teaching is basically easy, professional learning for new teachers is largely seen as apprenticing oneself as a novice to someone who was skilled and experienced in the craft (Hargreaves, 1997) . Once the unquestioned grammar of teaching is passed on from experienced teachers to novices, teachers move to their own separate, and rather isolated classes. On the other hand, a model based on collegial professionalism helps teachers to cope with uncertainty and complexity, respond effectively to rapid change, create a climate which values risk taking and continuous improvement, develop stronger sense of teacher efficacy, and create ongoing professional learning cultures for improved teacher practice (Hargreaves, 1997) .
With reference to the fourth dimension, advocates of professional learning communities (Whitbey, 1995; Duignan, 1996; Bhindi & Duignan, 1997; Sergiovanni, 1998) suggest that teacher leadership surfaces as an important element in addressing school improvement. In such communities teachers assume both formal and informal roles while maintaining direct contact with the classroom. Teacher leaders undertake initiatives to encourage more effective learning and teaching (Macpherson et al., 1999) . They are problem solvers, staff developers and powerful influences in their work with colleagues (Moller et al., 2000) . Teachers who are leaders lead within and beyond the classroom, influence others toward improved educational practice, and identify with and contribute to a community of leaders (Katzenmeyer & Moller, 1996) .
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Research methodology
A questionnaire was designed to gather data in relation to each of these four dimensions. This section of the paper describes the questionnaire and reports on the procedures employed to collect and analyze these data.
Description of the questionnaire
A descriptive questionnaire was used in this research because it aimed to estimate as precisely as possible the nature of the existence conditions, or the attributes of a population (Burns, 2000) ; for example, its demographic composition, its attitude to the different dimensions of professionalism and the professional development practices.
Using information from literature (Bell, 1993; Bouma, 1996; Gay, 1996; Burns, 2000) , personal experience, the concepts noted in the research framework, and the document analysis relating to the schools, the questionnaire was designed to explore the dimensions of professionalism using four Likert scales.
N Scale 1, to investigate teacher efficacy, consisted of 15 items. These items were either drawn from other studies (Bandura, 1982 (Bandura, , 1995 Gibson & Dembo, 1984; Web & Ashton, 1987; Riggs & Enochs, 1990; Hoy & Woolfolk, 1993; Gusky & Passaro, 1994; Chester & Beaudin, 1996; Scribener, 1998; Tschannen-Moran et al., 1998) and were modified on the basis of the review of the document of school reform in Karachi.
N Scale 2, containing 15 items, was developed to measure teacher practice. This scale was conceptualized considering several studies (Slavin, 1991; Hargreaves & Fullan, 1992; Reaves & Griffith, 1992; Cole & Chan, 1994; Shacklock, 1994; Darling-Hammond, 1995; Wilson & Cameron, 1996; Hargreaves, 1997; Ingvarson, 1997; Day, 1999; Campbell, 2000) , document analysis of educational reforms in Karachi, and a quantitative study of one of the authors (Rizvi, 1999) on the factors that contribute toward effective teaching in Karachi.
N Scale 3, to measure teacher collaboration, contained 15 items. It was conceptualized considering various studies (Rosenholtz, 1989; Hoy et al., 1991; Reaves & Griffith, 1992; Chester & Beaudin, 1996; Katzenmeyer & Moller, 1996; Fullan, 1997; Hargreaves, 1997; Klecker & Loadman, 1998; Scribener, 1998; Day, 1999) and the analysis of the educational reforms in Pakistan.
N Scale 4 was developed to measure teacher leadership. It also contained 15 items.
These items were conceptualized considering several studies (Cooper & Conley, 1991; Hoy et al., 1991; Reaves & Griffith, 1992; Hart, 1995; Smylie, 1995; Wallace & Hellen, 1995; Chester & Beaudin, 1996; Katzenmeyer & Moller, 1996; Klecker & Loadman, 1996) and the analysis of the educational reforms in Pakistan.
Data collection
The questionnaire was distributed to 550 government primary school teachers in Karachi. The instrument was translated into Urdu-Pakistan's National language.
Four hundred and fifty teachers from 35 schools in Karachi, where school reforms had been initiated, responded to the questionnaire.
Data analysis
Teachers' responses on the 5-point Likert scales were converted into a numerical scale. The numerical value assigned to each response is given below: Strongly agree Agree Uncertain Disagree Strongly disagree 5 4 3 2 1 The frequency distribution of each variable was calculated, as well as the mean score and the standard deviation using the SPSS. The 15 items on the four scales were then factor analyzed to determine underlying patterns (Cohen et al., 2000) and to group the variables that are moderately or highly correlated with each other together (Burns, 2000) . Principal Components Analysis (PCA) with varimax rotation was used to extract factors.
Prior to performing PCA the suitability of data for factor analysis was assessed. Inspection of the correlation matrix for the four dimensions revealed the presence of many coefficients of 0.3 and above. The Kaiser-Meyer-Olkin values for the four dimensions exceeded the recommended value of 0.6 (Pallant, 2001) . The Bartlett's Test of Sphericity (Pallant, 2001) for the dimensions also reached statistical significance, supporting the factorability of the correlation matrix.
Four criteria were used to extract factors. Firstly, the criterion of simple structure was employed in all factor analyses. This means that the items that loaded on more than one factor were omitted to achieve a purer measure of the different dimensions and sub dimensions of teacher professionalism. Secondly, items were evaluated for conceptual clarity. This means that those items which loaded on a factor with a value greater than or equal to 0.40 and those, which contributed logically to the meaning on the factor were considered significant for the factor. Thirdly, items were eliminated if they reduced substantially the internal consistency of the items in the factor as measured by Cronbach's Alpha. Fourthly, Kaiser's (cited in Bryman & Cramer, 2001 ) criteria and Cattell's (cited in Bryman & Cramer, 2001 ) Scree Test method was used to decide the number of factors that were to be retained. Only those factors were retained which had eigenvalue greater than one or which lay before the point at which the eigenvalues seem to level off.
Results of the survey research
Analysis of teacher efficacy scale
Using the four criteria, it was decided to retain two factors for further investigation. The two-factor solution explained 42.79% of the variance, with Factor 1 contributing 32.36% and Factor 2 contributing 10.43%.
Factor 1 was titled 'Belief that all aspects of work and change can be achieved' and Factor 2 was titled 'Belief in executing responsibilities for achievement'. Table 1 shows these factors with their factor loadings.
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This analysis implies that the teachers recognized two factors as underlying dimensions of teacher efficacy. The loading column in Table 1 shows that the items correlate strongly (greater than 0.4) with the factors. The high mean scores and the low SD values, in Table 1 , show that most of the teachers have scored high and have agreed with these items. Factor 1 produced an alpha of 0.82, which was acceptable for an attitude test (Burns, 2000) . The reliability test of Factor 2 produced an alpha of 0.73, which was just acceptable.
The first factor illustrated teachers' beliefs in their abilities to teach effectively and to achieve good results even with the most difficult students. In addition to demonstrating high classroom teaching efficacy, these teachers believed that they could bring about positive change in their school. They felt confident that they had the skills and abilities to train other teachers in their school.
Mean scores for all the items in Factor 2 (see Table 1 ) are very high. This brings to light a strong construct in teachers' minds about believing in their own selves to remain committed in executing teaching and other responsibilities. The findings suggest that the teachers believed that successful execution of administrative and teaching responsibilities, such as helping children learn, was important for enhancing their own professionalism.
Analysis of the teacher practice scale
Using the four criteria two factors were retained for further investigation. The two factor solution explained 49.73% of the variance, with Factor 1 contributing 37.47% and Factor 2 contributing 12.26%.
Looking at the items of the two factors, the first was named, 'Executing responsibilities with commitment' and the second as 'Applying professional knowledge for student learning'. Table 2 shows the factor item loadings, the item mean and the item standard deviation of all the items in the two factors. Table 2 shows that the teachers recognized two dimensions of teacher practice as significant in regard to enhancing their professionalism. It can be observed that the item loadings are high, with the lowest being 0.50. Looking at the high mean scores and low SD values, it can also be concluded that most of the teachers have scored high and have agreed with the items in the two factor scales. Factor 1 produced an alpha of 0.79, which was acceptable for an attitude test (Burns, 2000) . The reliability test of Factor 2 produced an alpha of 0.75, which was also just acceptable.
The high factor loadings of the items in Factor 1 illustrate that teachers' attitude towards 'Executing responsibilities with commitment' is an important dimension of teacher professional practice. The inclusion of items Tp1 and Tp2 in Factor 1 is interesting because it reflects teachers' commitment not only to work responsibly, but also to relate with the children in a friendly manner and consider their wishes. The other interpretation for this could be that the teachers considered it part of their moral responsibility to guide children and to maintain good relationships with them. The high mean scores and low SD for the items in Factor 1 show that most of the teachers regarded execution of responsibilities in a moral fashion, as suggested by the items in the factor, important indicators of their professional practice.
Factor 2, 'Applying professional knowledge for student learning', consists of items with high mean score and low SD. This suggests that teachers considered application of knowledge and experimentation with different teaching approaches as important aspects of their professional practice. Another important point to notice in Factor 2 is that the loading for Item Tp5 is higher than the loading for the other items. This appears to suggest that the use of innovative teaching methods is very significant for these teachers and a major contributor in developing their professionalism. 
Analysis of the teacher collaboration scale
Based on the four criteria, two factors were selected for further investigation. The two factor solution explained 51.80% of the variance, with Factor 1 contributing 40.68% and Factor 2 contributing 11.11%. Considering the items of the factors, Factor 1 was named 'Collaborating for planning and teaching' and Factor 2 was named 'Administrative collective work'. The two factors, along with their factor loadings, mean values and standard deviation are given in Table 3 .
From Table 3 , it may be deduced that there are two underlying dimensions of teacher collaboration. Though there is variation in the mean scores of the items in the two factors, the mean scores are still high. This suggests that most of the teachers have agreed with the items. With a standard deviation greater than one for most of the items, it may be deduced that the scores are not clustered around the mean to the degree that they were in the teacher practice and teacher efficacy scale. Factor 1 produced an alpha of 0.86, which was acceptable for an attitude test (Burns, 2000) . The reliability test of Factor 2 produced an alpha of 0.84, which was also acceptable.
Factor 1 comprises items which indicate teachers' perceptions about the different ways in which they collaborate for teaching and for planning to enhance their professionalism. Except for items TC4 and TC5, the SD values for the items is greater than one. This means that while most of the teachers agreed with the items in the scale, there are also those teachers who have disagreed with the items in the scale.
The four items in Factor 2 have high inter-item correlation and have produced a high Alpha score, which verifies that all the items focus on administrative collective work. Interestingly in this case too, the item mean values are high and the SD values 
The analysis of teacher leadership scale
Three factors were retained for further investigation. The three-factor solution explained 54.48% of the variance, with Factor 1 contributing 31.24%, Factor 2 contributing 13.55% and the third factor contributing 9.69% of the variance. Considering the items, Factor 1 was titled, 'School leadership', while Factor 2 and Factor 3 were called 'Classroom leadership' and 'Centralized leadership' respectively. The three factors along with the inter-item correlation values, the item mean values and the standard deviation are presented in Table 4 . Table 4 implies that the teachers consider the three factors as the important dimensions of teacher leadership. The items highly correlate with the factor. The mean scores range from 3.10 to 4.43 and the standard deviation greater than 1 for most of the items, indicating that all the teachers have not agreed with the items. The first factor produced an Alpha of 0.79, which was acceptable. The Alpha score for the Factor 2 was 0.59 and Factor 3 produced an Alpha of 0.55. Despite the fact that Factors 2 and 3 produced relatively lower Alpha score, they were retained because of their meaningfulness to the study and also because of high inter-item correlation.
The results of the factor analysis for teacher leadership can be explained in a number of ways. The inter-item correlation shows that both Factor 1 and Factor 2, are important sub-dimensions of teacher leadership. However, they illustrate teacher leadership at different levels. What this could mean is that the teachers considered assuming leadership roles both at the class and the school level important for enhancing their professionalism. Teachers' perceptions of their professionalim in Karachi 45
Another interesting finding is the variation in the teachers' responses. The mean values for the items in Factor 1 are relatively lower than the items in the other two factors, and the SD values are relatively higher. It may be deduced from these findings that one group of teachers were given opportunities to experience leadership roles at the school level in the ways indicated by the items in the factor, while the other group were not provided with opportunities to undertake such leadership.
Looking the mean and SD values of Factors 1 and 2, it can be inferred that the teachers may not enjoy as many opportunities to undertake school leadership tasks as they do to assume classroom leadership roles.
Even though Factor 3 had produced a very low Alpha Score, it was retained to indicate the fact that the government schools in Karachi worked under the centralized management at the time this research was conducted. Interestingly the teachers have indicated in Item 11, that within the overall centralized set up of the schools where reforms have been initiated, teachers are now being provided with the opportunities to make their classroom decisions and undertake some leadership roles.
Discussion about the four dimensions
The analysis has shown that the teachers in government primary schools, where reforms had been initiated, are professionals to the extent that the different dimensions of teacher efficacy, teacher practice, teacher collaboration and teacher leadership have been revealed. In general terms, the dimensions hypothesized from the general literature on teacher professionalism and reform initiatives in Karachi have been contextualized to understand teachers' perceptions of their professionalism.
The reliability of these dimensions was also confirmed when the total sample of 450 teachers was split into half on the basis of median scores of the teachers' age, educational qualification, experience and school size and the same procedures for factors analysis were applied to both halves (consisting of approximately more than 200 teachers in each half). The factors obtained from smaller samples were exactly the same as the factors of the total sample. These findings point to the stability of the factors obtained for the four dimensions of professionalism.
The government primary school teachers have identified two important dimensions of teacher efficacy, which they believe are important for enhancing teacher professionalism. These are:
1. Belief that all aspects of work and change can be achieved. 2. Belief in executing responsibilities for achievement.
The teachers appeared to think about professionalism in terms of their capacity to achieve success in different types of work, such as dealing with learning problems and getting good results with the difficult students. Being a professional teacher meant that by working in this way a teacher could influence other teachers in the school and could bring about change in the school. This sub-dimension is very similar to Beck and Murphy's (1996) two core components of teacher efficacy. The first is the belief that one is capable of doing her or his work effectively. The second is the notion that one can make a difference in some larger sense; that an individual's work and decisions can help to bring about positive change in a system (Beck & Murphy, 1996) .
The teachers in this research also believed that a professional teacher should be able to execute different responsibilities successfully, whether it was helping children make academic progress or it was carrying out the other school responsibilities successfully. Tschannen-Moran et al. (1998) give several examples where teacher efficacy has been linked to the level of professional commitment for both in-service elementary, middle school teachers and pre-service teachers.
Concerning the second dimension of teacher professionalism, the teachers have indicated two important dimensions of teacher practice that are important for enhancing their professionalism. These dimensions are:
1. Executing commitment and responsibilities. 2. Applying professional knowledge for student learning.
The government primary school teachers have indicated their professionalism in terms of being responsible for and committed to their profession. The teachers showed their commitment by indicating that they worked responsibly and they taught in ways which facilitated students' learning. These teachers used a variety of teaching methods, evaluated students' performances and implemented new teaching approaches in their classes because they wanted to apply their professional knowledge for student learning. Teachers endeavoured to apply professional knowledge and to work responsibly. These findings concur with Slavin's (1991) description of effective teachers, who motivate students to learn, group students for instruction, and assess the students' learning. Eraut (1995) also argues that being a professional practitioner implies a moral commitment to serve the interest of students. The standards of professional teaching practice set by the National Board for Professional Teaching Standards (Kelly, 2000) , also recognize teacher commitment, strong knowledge base, the use of different teaching methods and selfevaluation as important indicators of professional teacher practice. The teachers in the survey have also indicated these aspects of professional teaching practice as important indicators of their professionalism.
The analysis also illustrates teacher collaboration as an important dimension of teacher professionalism. The two dimensions of teacher collaboration, which the government primary school teachers have indicated as important for sustaining professional practice in their schools are as follows:
1. Collaborating for planning and teaching. 2. Administrative collective work.
Holding discussions with the other teachers on teaching issues, reflecting on their teaching with the other teachers and coordinating with teachers to plan effective lessons have been indicated by the teachers as some of the important aspects of their Teachers' perceptions of their professionalim in Karachi 47 collaboration. In short, teachers collaborated for planning and teaching in different ways. In addition, the data suggest that the school administration provided teachers with the opportunities to be involved in administrative collective work in order to discuss different teaching problems or to learn about new teaching and learning approaches during the staff meetings.
Work of several educators (Purkey & Smith, 1982; Reynolds, 1988; Rosenholtz, 1989; Mortimer et al., 1994; Hopkins, 1996; Hargreaves, 1997; Day, 1999) indicates collaboration as an essential ingredient of teacher development and thus school improvement.
The teachers have also indicated that their professionalism involves leading both within and outside their classrooms. They have highlighted the following three dimensions as important for promoting teacher professionalism.
1. School leadership (delegated authority). 2. Centralized leadership. 3. Classroom leadership.
The teachers indicated that they undertook leadership roles, which were related to school tasks such as being the subject coordinator or mentor for new teachers or the project in-charge. They also had the authority to choose their teaching methods and to be in control of their classroom affairs. Teachers believe that the delegation of authority and classroom authority are indicators of their professionalism.
These dimensions of teacher leadership agree with the characteristics of teacher leaders identified as important by educators such as Moller et al. (2000) , Cooper and Conley (1991) and Macpherson et al. (1999) , who assert that teacher professionalism greatly depends on such factors as level of discretion, control over work, ability to mobilize resources and inclusion in school decisions.
Conclusion
The results of this study illustrate that teachers in government primary schools, where reforms have been initiated, perceive themselves as professionals capable of leading students successfully and improving the teaching scenario in government primary schools in Karachi. These findings are important for a number of reasons and have implications for future teacher development initiatives in Pakistan.
The findings of the factor analysis study reported here need to be placed in the context of schooling and teacher development in Pakistan. In other words the specific scales that have been developed and their meanings need to be elaborated in terms of the system and life worlds of teachers in these schools. In order to do this, the various scales could be used as the basis of case study enquiries in various schools in Karachi.
These findings are in contrast with the way teachers in the government primary schools are generally described as having a detached and non-committal attitude and rely on teacher talk methods to fill students minds with different facts (IDCA, Ministry of Education, Pakistan, 1986; Hoodbhoy, 1998; The Ministry of Education, 1998) . The empirical data suggest that this generalization about the teachers does not appear to apply to the teachers in the government primary schools where reforms have been initiated. Therefore, these findings are also significant for various pragmatic reasons. For example, they could well be the basis of planning and implementing various professional development activities for Pakistan teachers to ensure that reform initiatives to improve teaching in Pakistan are successful. The findings highlight issues that are significant for teachers-the starting point for successful reform initiatives.
